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Abstract 
This study investigated the effectiveness of a structured sentence-
combining/sentence-reduction program used to instruct fifth graders of 
average to above average reading ability. The primary purpose was to 
determine whether significant differences occurred between the perfonnai,ces 
of a treatment and control group on measures of writing maturity and 
reading comprehension. Writing performances of both groups on a Syntacti~ 
Matur2:.!:.l Test were analyzed using t-unit analysis. Three measures of 
writing maturity: words pert-unit, clauses pert-unit, and words per 
clause, were compared to determine if the writing maturity of the treat-
ment group on each of these measures was significantly greater than that 
of the control group. Reading performances on an instructor designed 
cloze test were compared to determine whether the treatment group improved 
in their comprehension ability significantly beyond the control. 
Thh·ty-six fifth grade students with average to above average 
reading ability participated in this study. The treatment and control 
groups were randomly chosen and found to be comparable in both reading 
and writing ability prior to beginning treatment. The treatment group 
received three half-hour instructional sessions a week for six weeks. 
A program of instruction was devised by the researcher based on exercises 
from previous research studie.5 and published texts. 
Writing and Teading performances.were compared using at test for 
independent means. The data were analyzed at the .OS level of significance. 
Significant differences were found between treatment and control group 
performances on two measures of writing maturity and on the cloze test 
measure of reading comprehension. No significant differences were found 
between the two groups in the number of words per clause used in their 
writing. However significant differences in words pert-unit, clauses 
pert-unit, and comprehension raw scores on the cloze test indicated 
gains in writing maturity and reading comprehension. 
It was concluded that students instructed in a structured sentence-
combining/sentence-reduction program improved both their reading and 
writing skills. Limitations and suggestions for further research in this 
area were noted. Suggestions for classroom applications of this progrrun 
were discussed. 
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Chapter I 
Statement of the Problem 
Purpose 
The primary purpose of this study was to examine the effects of an 
integrated program of sentence-combining and sentence-reduction on the 
writing and reading comprehension of fifth grade students. Experimental 
and control group performance on a rewriting assignment was examined 
using t-unit analysis to determine gains in syntactic maturity. Results 
from.a researcher designed cloze test were compared to determine any 
significant differences between the experimental and control group. 
Background 
Within the last two decades, sentence-combining has become an area 
of psych~linguistic research receiving considerable attention. Based on 
Chomsky's (1957) theories of transformational-generative grammar, sentence-
combining is a technique for combining and/or embedding simple kernel 
sentences according to specified transformational rules. This technique 
originated with the research studies of Bateman and Zidonis (1966) and 
Mellon (1969) and has been simplified (O'Hare, 1971) and varied (Perron, 
1974) in subsequent studies. 
What is most notable is that sentence-combining has been shown to 
be successful as indicated by reported results across all grade levels 
(Callaghan, 1977; Combs, 1977; Daiker, 1978; Hunt & O'Donnell, 1970; 
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Miller & Ney, 1968; Perron, 1974; Straw, 1978). Sentence-combining has 
been found to improve the '~naturity" of student writing as described by 
Hunt (1965) in his normative study of syntactic structures used in the 
writing of students at different grade levels. More recent studies 
(Callaghan, 1977; Combs, 1977; Pederson, 1979; Straw, ·1978) have revealed 
gains in syntactic and semantic fluency and overall quality following 
sentence-combining instruction. Though not all studies of sentence-
combining have indicated gains in all areas of writing, substantial 
support exists for the use of sentence-combining activities in the 
teaching of writing at all grade levels when the goals are to improve 
students' writing maturity, fluency, and quality. 
Since its conception, sentence-combining practice, because it 
offers students an opportunity to manipulate language structures, has 
been thought to affect not only students' writing but also their ability 
to read these same structures more effectively. 
Theoretical justification for explicit syntactic manipulation 
in writing as a means of improving reading comprehension may 
derive from the possibility that such exercises clarify both 
the meaning and use of complex structures for children. Complex 
structural block-building exercises, so to speak may help 
students better understand syntactic relationships within the 
sentence. (Stotsky, 1975, pp. 32-33) 
Based on Goodman's description of the cue systems utilized in the reading 
process, some researchers (Combs, 1977; Hughes, 1975; Hunt & O'Donnell, 
1970; Fisher, 1973; Sternglass, 1976; Stotsky, 1975; Straw, 1978) have 
theorized that practice with constructing more complex structures should 
transfer to the students' abilities to make use of syntactic cues while 
reading. These theories have led to investigations of the effect of 
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sentence-combining on reading comprehension. However, results of these 
investigations have been inconclusive. 
Combs (1977) used two comprehension measures to evaluate gains 
following a sentence-combining program. One of these measures was a 
standardized reading comprehension test. The other was a cloze test 
which he designed. Significantly better scores were achieved by the 
experimental group on the cloze test while scores on the standardized 
test were non-significant. No researcher investigating the effects of 
sentence-combining practice on reading has found significant results 
using a standardized comprehension test measure. However, experimental 
sentence-combining groups have performed significantly better than 
control groups on a cloze structure test (Hunt & O'Donnell, 1970), a 
syntactic miscue analysis test (Hughes, 1975), and instructor designed 
cloze tests (Fi~her, 1973; Straw, 1978). It has been suggested that 
these instruments are more sensitive to gains in syntactic processing 
than standardized reading comprehension tests. 
A variable which enters into the comparison of results from these 
studies is the degree to which each researcher bridged the gap from 
combining sentences, a structured writing activity, to disassembling 
written text, a reading activity. Hunt and O'Donnell had students 
disassemble the sentences they constructed in the "early lessons" 
taught. There is no indication how long this continued. Fisher had 
students practice a type of sentence disassembly in cloze activities 
which were given in lessons toward the end of his program of sentence-
cornbining. Straw examined the effects of both sentence-combining and 
what he termed sentence-reduction using two separate experimental groups 
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and comparing each of them to a control group. His results suggested' 
that sentence-reduction practice alone could produce some improvement 
in reading comprehension as measured by a cloze test. 
Sentence-combining has been shown to be effective for improving 
student writing. It may be that this practice also improves reading 
since it familarizes students with the syntactic structures they are 
already capable of producing orally and in their writing. Furthermore, 
it increases their awareness of how written text is constructed. 
Since reading comprehension appears to depend upon the type of 
synta_ctic structure of the printed language, it would seem 
that children would find it easier to understand what they 
read if they could readily analyze the various structures and 
understand the relationship of the various lexical items in 
such structures. (Fagan, 1971, p. 172) 
However, sentence-combining alone may not be sufficient for the 
student to see the relationship of this practice to actual reading 
process. Practice in both sentence-combining and sentence-reduction 
allows the student to participate in both writing and reading while 
noting the relationships between the two processes. Improvement in both 
areas of communication may result. 
Though syntactic processing is only one element of reading, it is a 
necessary one that interrelates with the semantic and grapho-phonemic 
elements in acquiring meaning from written text. Gaining proficiency in 
this one area would be a step toward becoming a better reader. 
Need for the Study 
Suggestions for the integration of all areas of the language arts 
into a total communication curriculum have been evident in the reading 
literature for the last fifty years. Yet, only recently has emphasis on 
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student writing come into the forefront due to new research developments 
in this area :md public concern for "basics" instruction. 
Rt~scardnn~s have sought to discover methods that would improve both 
reading and wt'i ting. Though significant correlations have been found 
bet:.:ecn studt'l\t writing ability and reading ability (Loban, 1976), 
research 1.:: ffcJ,·t:::. t0 improve one area by instruction in the other have 
proven ncss except L, :~,.., application of sentence-combining 
(Belanger, 1978). There are some indications e,at this activity could 
produce gains in both productive and receptive written language processing, 
but resca-rch findings are far from conclusive. A convincing rationale 
has been developed by Fagan (1971), Hughes· (1975), Stotsky (1975) and 
others suggesting that syntactic manipulation could aid syntactic 
processing. 
Sentence-reduction has been found to produce some gains in compre-
hension, but as yet no structured program of sentence-combining and 
and sentence-reduction has been developed and examined. Hunt (1970) 
suggested looking at sentence-combining deductively and inductively, but 
in his study it was not clear how much disassembly experience students 
receiv~d. 
CoJn})5 (J977), Hughes (1975), and others have suggested the need for 
further research into the effects of sentence-combining on reading 
comprehcn::; ion. With the conviction that greater gains could be realized 
if sentence-com/1 ining we:re integrated with sentence-reduction, the 
£011011,in;r, .sti;di was conducted. 
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Questions to be A11swered 
1. Will there be a significant difference in the posttreatment 
mean number of words pert-unit as measured by at-unit analysis between 
fifth graders trained in sentence-combining/sentence-reduction and a 
control group? 
2. Will there be a significa..~t difference in the posttreatment 
mean number of clauses pert-unit, as measured by at-unit analysis, 
between fifth graders trained in sentence-combining/sentence-reduction 
and a control group? 
3. Will there be a significant difference in the posttreatment 
mean number of words per clause, as measured by at-unit analysis, 
between fifth graders trained in sentence-combining/sentence-reduction 
and a control group? 
4. Will there be a significant difference in the posttreatment 
mean raw scores, as measured by a cloze test of reading comprehension 
between fifth graders trained in sentence-combining/ sentence-reduction 
and a control group? 
Definition of Terms 
Sentence-combining_ - A process of joining simple kernel sentences 
in the formation of structurally more complex sentences using operational 
signals designed to facilitate the production of these grannnatical 
structures (O'Hare, 1971). 
Sentence-·reduction - A reverse pr,:ocess from sentence-combining in 
which a complex sentence is separated into kernel sentences. 
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Kernel sentence - A simple sentence free from subordination or 
embeddings that usually contains a subject, a predicate and possibly some 
modifiers. 
Comnlex sentence - A sentence constructed from two or more kernel 
sentences. 
Examples: Kernel sentences: The man is my brother. 
Complex sentence: 
The man is painting the house. (who) 
The man who is painting the house 
is my brother. 
In sentence-combining, the student is given kernel sentences and led to 
construct the complex sentence. 
In sentence-reduction, the student is given a complex sentence and led to 
derive the kernel sentences. 
T-unit - One main clause plus any subordinate clause which is 
attached to it or embedded in it (0 'Hare, 1971). Hunt (1965) and O'Hare 
(1971) refer to the t-nnit as "minimal terminable unit." 
Examples: Simple sentence: It is foggy tonight. (1 t-nnit) 
4 words/t-unit 
Complex sentence: It is true that the world is rolIDd. 
(1 t-unit) 
8 words/t-unit 
Compound sentence:The party was over and the girls 
went home. (2 t-units) 
4 words/t-unit 
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Syntactic maturity - Syntactic manipulative ability resulting in 
an increase in the nwnber of embeddings in each sentence. Syntactic 
maturity is evidenced by the number of words pert-unit, the number of 
words per clause, and the number of clauses pert-unit. Hunt found the 
best index of maturity is t-unit length (O'Hare, 1971, p. 21). 
Rewrite task - A writing task where students are given a paragraph 
of short kernel sentences and told to rewrite the paragraph in a better 
way. 
Free writing - Writing produced by a student on a chosen topic in 
which the student is free of structural directives. 
·T-unit analysis - An analysis of a writing sample where the text 
is broken down into t-units. 
Mean t-unit length - The number of words in a passage are divided 
by the number of t-uni ts in the passage. This method has been used as 
an index of syntactic complexity or syntactic fluency. 
Cloze test for comprehension - A reading passage of approximately 
250 words with the introductory and closing sentences remaining intact. 
In this study, a standard cloze was used where every fifth word was 
deleted in the remaining passage. Students were instructed to fill in 
the blanks with the word that best fits the context. 
Above average readers - Those students designated as above average 
readers by their teachers based on their standardized reading test scores 
and IQ scores. These scores were correlated with results from a compre-
hension cloze measure administered before beginning treatment. 
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. Average readers - Those students designated as average readers by 
their teachers based on thei:r standardized reading test scores and IQ 
scores. These scores correlated with results from a comprehension cloze 
measure administered before beginning treatment. 
Summary 
Sentence-combining has been found to produce significant gains in 
students' writing maturity, fluency, a .. -rid overall quality. There is 
sufficient rationale from research to suggest that sentence-combining 
could improve one element of reading--syntactic processing. Sentence-
reduction has been included in some sentence-comb:ining programs where 
significant results have been noted on tests of student comprehension. 
Results from these studies have suggested that the integration of 
sentence-combining and sentence-reduction could produce impro,rment in 
writing ·and reading. A program which could improve both of these areas 
may be considered a useful addition to a language arts curriculum. 
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program rather than a skills program in a given content area" (Artley, 
1954, po 13)" In his description of a curriculum approach in a 1965 
journal article, Hatfield again emphasized the need for integrating 
language arts areas. He stated: "Children must learn to read about 
facts and ideas with comprehension and judgment and speak and write 
clearly and accurately" (p. 675). 
Reading and Writing--CorrelationaJ. Studies 
Most theorists agree that there are interrelationships among the 
language arts, though there are disagreements concerning the strength of 
these relationshipso Among the strongest in support of this theory is 
Loban (1963, 1966, 1967). In his study of language development, he 
observed 211 pupils from kindergarten through twelfth grade, continuously 
gathering dat;a regarding their language development. The sample group 
was divided into three subsamples consisting of 35 students rated high 
in oral skills, 35 rated low, and a random sample of 35. Loban hypothe-
sized that there would be a strong positive correlation among speech, 
reading and writing skills. This theory was verified by the data which 
included strong positive correlations among the four areas. Students 
with low oral language had low reading ability and low writing abilityo 
"They had disorganized writing, and were painful decipherers rather than 
fluent readers" (Loban, 1976, p. 84). He also stated that "children who 
had superior oral language skills tended to excel in reading and writing" 
(p. 85). Loban I s study was a definit:i,.ve one which combined with other 
studies, led researchers to look more closely at the implications of his 
data and con.::lusions. 
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In another study by Tovat and Miller (1967), high correlations 
were reported among STEP reading, writing and listening tests, and high 
correlations between these tests and written composition. In Ney' s (1975) 
study of miscues, high correlations were noted between the pi1onological/ 
pronunciation miscues in reading and spelling miscues·in writing. Ney 
suggested that at this level the processes may be similar. He concluded 
that reading and writing should not be kept apart in instruction (p. 13) o 
He further contended tha.t students should be instructed in the difference 
between the two processes, so that their skills would be enhancedo 
Though not all studies have indicated positive correlations between 
reading and writing ability (Bebensee, 1977; Thomas, 1976), most researchers 
and educators would agree that all language arts should be incorporated 
into a total language curriculum. Recent research in writing may advance 
this proposition. This study sought to examine one such area of writing 
research, sentence-combining, to determine its effects on both writing 
and reading. 
Psycholinguistic Research and Reading 
Before 1950, language investigations were largely of the association 
type where words and sounds were :studied in stimulus-1·esponse situations 
(de Beugrande, 1979). However, during the fifties, psycholinguistics, 
an interdisciplinary approach to the study of language, emerged as a new 
scienceo Goodman described psycholinguistics as the intersection of the 
two sciences of linguistics and psychology. Its value lay in its con-
tributions to the understanding of the reading process and reading 
acquisition. Noam Chomsky influenced the psycholinguistic movement with 
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his introduction of a more accurate method of describing the language 
which he called transformational-generative grammar. In his publication 
Syntactic Structures (1957), Chomsky discussed "ordered operations" 
which transform kernel sentences into complex sentences. Later (Chomsky, 
1965), the now familiar concepts of "surface structures" and "deep 
structures" were introduced. Smith stated that one consequence of the 
Chomskian influence was a reemphasis on the distinction between two 
language levels. 
The physical aspect of a sentence or utterance ••• is 
derived from what was labelled the "surface stTucture," 
and the information conveyed by the utterance--its meaning--
was derived from a "deep" or "underlying structure a" Grammar 
or syntax--the set of rules that determine how words are 
organized in sentences--was defined as the bridge between 
the surface and deep levels of languag~. (Smith, 1973, p. 3) 
Based on the developments in psycholinguistics, Goodman (1965) 
devised a descriptive model of the reading process consisting of three 
cue systems which the reader uses simultaneously and interdependently. 
These are the grapho-phonic, syntactic, and semantic information systems. 
Goodman described reading as a "psycholinguistic process" which involves 
the "active reconstruction of a message from written language" (Goodman, 
1965, p. 639). In a discussion of oral reading miscues, he stated, 
"Reading is a process in which the reader picks and chooses from the 
available information only enough to select and predict a language 
structure which is decodable" (Goodman, 1969, p. 17). 
Research (Fusaro, 1978; Goodman, 1969) has suggested that fluent 
readers make minimal use of graphic clles and gr.eater use of syntactic 
and semantic cues. Goodman also noted that the proficient reader is one 
who makes minimal use of all the available information. Psycholinguistic 
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theories have led to studies examining the relative importance of the 
syntactic and semantic component in reading comprehension. That research 
examining the importance of syntactical processing in comprehension has 
relevance to this study. 
The Syntactic Component in Reading Comprehension 
Recently, research literature has revealed a number of studies 
examining the importance of the syntactic component in the total reading 
process (Bormuth, 1969; Galcher, 1976; Guthrie, 1976; Holmes, 1977; 
O'Donnell, 1976; Pearson & Johnson, 1978; Simons, 1970). 
O'Donnell investigated the relationship between syntax processing 
and reading to determine if improvement of students' "deep structure 
recovery" skills would improve their reading comprehension. He based 
this study on the theory that the "ability to comprehend syntactic 
structure is positively correlated with the ability to comprehend 
meaning".(p. 1). O'Donnell reported that Simons (1970) found a correla-
tion of .73 between scores on a "deep stnicture recovery" test and scores 
on a cloze test. O'Donnell used Simon's instrument with seventh graders 
reading below grade level. Following treatment to improve students' deep 
structure recovery, the posttest results revealed no significant improve-
ment in either recovery skills or reading comprehension skills. Following 
revisions of the test instrument and additional testing of eighth and 
ninth grade students, O'Donnell concluded that there are times when a 
reader can decode an underlying structure without attending to all 
structure cues. However this is not to say that st1·uctural cues are 
llllimportant. 
Apparently semantic cues are frequently sufficient for 
recovery of meaning> but when they are not, we fall back 
on syntactic cues ••• the function of syntactic cues 
is that of supporting and clarifying cues of semantic 
structure. (p. 8) 
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Finally O'Donnell suggests that sensitivity to syntactic cues while 
correlating highly with comprehension measures would not correlate as 
highly as measures of semantic information processing. 
The ·studies of O'Donnell and Simons support the value of syntactic 
processing despite the apparently greater need for semantic knowledge. 
It becomes apparent that it is the interaction of many variables which 
effect the difficulty of a comprehension passage. Marcus (1971), cited 
in Galcher (1976), stated that "with so many variables present [increas-
ingly complex structure, greater vocabulary and concept load, sentence 
complexity and length], a student's score on a reading test may reflect 
a combination of factors that are difficult to isolate" (p. 89). Guthrie 
(1976) found poor readers were inferior in using semantic as well as 
syntactic cues to select words in a written multiple-choice cloze (maze) 
test. 
The previously mentioned studies support the importance of using 
both semantic and syntactic cueing systems suggested from psycholinguistic 
literature. However the question of whether improvement in syntactic 
processing would i.'I!prove reading comprehension has not been conclusively 
resolved. 
Takahashi (1975) and others found comprehension of syntax to be a 
factor in poor reading comprehension. Strickland (1962), Ruddell (1965) 
and Tatham (1970) found children obtain higher COl!lprehension scores on 
material 1vith language patterns similar to their own. Pearson and 
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Johnson (1978) found middle to high average readers could handle more 
complex structures and preferred them. Takahashi (1975) and Smith (1970) 
noted that knowledge of syntactic structures increased over the grades. 
Holmes (1977) examined the comprehension process and stated the 
following conclusion, "The evidence I have presented amply demonstrates 
that any model of sentence comprehension that minimizes the importance 
of syntax is misguided" (p. 243). She described three major stages of 
comprehension: 
First, there must be a stage at which a single surface 
structure is constructed for the sentence while the words 
are being identified Clause boundaries would be 
located on the basis of the presence of relative pronouns, 
complementizers> and conjunctions (Fodor & Garrett, 1967) 
and from syntactic information contained in the verb (Fodor 
et al., 1968) •.• a stage of semantic analysis must follow 
the superficial syntactic processing •.• In the next 
stage, people check the accuracy of their preliminary 
hypothesis about the deep-structure relations, by integrating 
the word meanings and the results of the surface structure 
analysis. (p. 244) 
Holmes points out that there are many kinds of additional processing 
that could subsequently be carried out. This theoretical description 
of the processing stages of comprehension supports the view that syntactic 
processing is an important and necessary activity in the reading process. 
Improvement in syntactic processing should improve total reading ability 
because of the interdependence of both the semantic and syntactic system. 
The present research study is based on the theory that if a method could 
be found that improves writing and at the same time aids the student in 
syntact processing, reading gains might also be realized. 
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Psycholinguistics· and \Vri ting Research 
Prior to the 1950's, writing research was limited due to inade-· 
quacies of evaluation instruments. However, many studies had attempted 
to investigate the value of grammar instruction in improving student 
writing. Braddock, in a research update in 1963, noted that neither 
instruction in traditional or structural grammar had been found to 
significantly improve student writing. Language studies based on 
psycholinguistic theories, however, presented a new opportunity for 
research in this area. 
Chomsky's newly developed transformational-generative gram,~ar gave 
researchers a new grammar to evaluate. Language studies by Hunt (196S) a;nd 
Loban (1963, 1976) examined transformations used by students in their 
writing at different grade levels. Hunt defined a language unit also 
used by Loban which opened the way for more accurate evaluation of the 
maturity of student compositions. This "minimal terminable unit" later 
termed simply "t-unit" has been used in many successive studies 
utilizing the writing evaluation procedure oft-unit analysis. 
Based on the description of deep structure "kernels," a procedure 
was developed that would help students learn to write more ''mature" 
sentences and compositions. This procedure became the structured 
activity kno\~~ as sentence-combining. Using this technique, students 
practiced S)T1tactical manipulation or application of ceTtain transforma-
tions to basic kernel sentences to procude more complex and hence more 
mature syntactical constructions in tlieir writing. 
Sentence-Combining Research 
Sentence-combining research developed as an·outgrowth of the 
transformational-generative grammar theories of Chomsky and Miller. 
These research theories proposed that normal human beings possess 
"an inner core of language capacity which is the basis for their com-
munication powers" (Perron, 1976, p. 653) • Language studies have 
revealed that by the time they enter school, most children are capable 
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of producing nearly all of the common grammatical forms and constructions 
of the language (Carroll, 1960). However, studies by Loban (1963), 
Menyuk (1969), O'Donnell (1967), Strickland (1962), and others have 
indicated that the degree to which children produce these structures in 
their speech and writing may depend on a Vqriety of factors. Sentence-
combining practice has been foillld to be an effective instructional 
method for en·couraging children to produce in their writing the gram-
matical structures that they already know. 
Sentence-combining is a process of joining simple "kernel" sentences 
into structurally more complex sentences using operational signals and 
the student's own innate knowledge of syntax. This method lias been 
referred to as transformational sentence-combining since it was derived 
from the theory of transformational-generative grammar developed by 
Chomsky (1957) and relies on the students' abilities to transform or 
rearrru1ge structures in their grammar. Early studies of sentence-combining 
(Bateman & Zidonis, 1966; Mellon, 1969) requi:red students to learn the 
elements (rules) to simple sentences in their writing. Criticisms were 
leveled at these studies (O'Hare, 1971) because of their dependence on 
the learning of numerous rules. rfhese studies were, however, precursors 
of the successful ones that followed which did not reply on formal 
granunar instruction. The major significance of Mellon's study was 
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the technique he used to evaluate his students' writing, .namely t-unit 
analysis. 
Prior to Mellon's study, Hunt (1965) performed an investigation 
examining the grammatical structures written by students at grades 4, 
8, and 12. Two terms defined by Hunt and later used by Mellon and 
successive writing researchers are "maturity" of writing and "t-unit." 
The t-unit was devised to describe what Hunt identifies as the "concept 
of the 'minimal terminable lll1it,' which includes one main clause plus 
all the subordinate clauses attached to it or embedded within it" 
(p. 141). He determined maturity of writing by the length of the t-llllits 
and consolidation of grammatical structures within the t-unit. After 
applying t-unit analysis to the students' writing samples, Hunt (1965) 
concluded that as students get older they tend to write longer t-lllits, 
longer clauses, and more c~auses pert-unit, and that the best index of 
syntactic maturity is t-unit length (0 'Hare, 1971). Mellon evaluated 
his seven th graders' writing adapting the t-unit analysis for twelve 
factors of syntactic fluency and found all these factors showed signifi-
cant gains. 
O'Hare completed a study of sentence-combining in 1971 that 
included no direct grammar instruction or terms. O'Hare theorized that 
grannnar labels could be eliminated and students led to combine "kernel 
sentences" with the help of word signals indicating phrases and clauses. 
Hunt (1965) had previously suggested that a sentence building program 
could "widen the students' spai-i of grammatical attention and 
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concern ••• and work up to structures of considerable depth and 
complexity'' (1965, p. 157). O'Hare found that his experimental group 
wrote significantly more mature and higher quality compositions 
suggesting that exercises in sentence-combining alone without formal 
graJI1L1ar instruction could improve student writing. 
Successive studies of sentence-cor1bining and its effect on students 1 
writing have been conducted at the elementary (Fisher, 1973; Hunt & 
O'Donnell, 1970; Perron, 1974; Straw, 1978), junior high (Combs, 1975; 
Hughes, 1975; Pederson, 1979; Phelps, 1978), senior high (Bivens, 1974; 
Callaghan, 1977; Howie, 1979) and college (Daiker, 1978) levels. Gains 
have·been realized in syntactic maturity (Hunt & O'Donnell, Fisher, 
Howie), syntactic fluency (Bivens, Pederson, Straw), semantic fluency 
(Pederson), and overall quality (Combs, O'Hare, Pederson) of student 
writing as measured by free writing (Combs, Perron, O'Hare), structured 
writing (Howie, Mellon, Pederson) and rewriting (Fisher, Hunt & O'Donnell, 
Straw). Growth in writing, based on Hunt's .normative data has. varied 
from as much as five years' growth (short term), to one to two years 
retained growth (Combs, Pederson). 
Studies have varied in length and method of instruction. Fisher's 
students received 12 lessons in sentence combining over five weeks and 
showed iri1provement in writing maturity, while Hunt and O'Donnell provided 
29 sentence-combining lessons over a year with resultant writing gains. 
Other studies varied according to instructional approaches. While some 
. 
studies followed the structured guidelines of O'Hare, others such as 
Perren's developed less structured activities such as games to provide 
for more variety in instruction. Reports of positive attitudes of 
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students toward sentence-combining instruction by Daiker, Perron and 
othe:-s suggests that students prefer this method to other methods of 
teaching writing skills. 
Though some studies (Green, 1972; Phelps, 1978) have found no 
significant changes in student writing, based on the quantity of research 
in this area"" it appears that Hunt's suggestions for sentence building 
when effectively implemented have resulted in positive gains in students' 
writing skills. 
Sentence-Combining and Reading Comprehension 
Rationale 
Since practice in sentence-combining equips students to apply mature 
strategies in manipulating syntax, and their familiarity with syntactic 
patterns helps them to predict and understand written language, some 
researchers have suggested that success in sentence-combining might bring 
about some improvement in reading comprehension. Both Hunt and O'Hare 
have raised questions concerning the effect sentence-combining might 
have on reading. Hunt suggested that the student "might or might not 
break down complicated structures into simple clauses, though the whole 
process has both deductive and inductive aspects" (1965, p. 157). O'Hare 
proposed that further research examine this effect. 
Hughes (1978) stated that some studies suggested a close relationship 
between writing and success in reading, particularly in the ability to 
bring implicit knowledge of syntax to bear while reading. Hughes 
commented "that improving slow readers' syntactic maturity may be one 
way of helping them to greater reading fluency" (p. 7). Both Sternglass 
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(1976) and Stotsky (1975) have proposed that students' overall syntactic 
competence could be affected by improving syntactic maturity. Heil 
(1976) stated that" •.. primary children who are better able to 
manipulate syntactic structures under investigation are those who do 
better in reading comprehension" (p. 8). 
Bergh (1965) defended the importance of grammatical analysis as a 
classroom instructional technique for teaching reading. She suggested 
the use of expansions and transfonnations to show the students the control 
they have over their language and how language structures affect word 
meaning. She stated: "The increasing control of structure may then 
enable him to use the vocabulary he has gained in his reading experience" 
(p. 34). 
Since the syntactic component is a significant commonality in both 
the reading·and writing process, it would seem conceivable that students' 
increased knowledge of t_he possible syntactic structures and practice in 
constructing them would heighten their awareness of these constructions. 
Subsequently, they may become more capable of identifying and compre-
hending subordinations in the process of chunking complex reading material. 
As was previously mentioned, Holmes' description of the first stage of 
comprehension consisted of the reader constructing the surface structure, 
locating the clause boundaries, and identifying syntactic information 
while identifying the words. Sentence-combining practice should enable 
readers to perfoI1Il at least this stage of the reading process more 
effectively. The following studies lfave been investigations in the 
effects of sentence-combining practice on reading comprehension. 
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Research 
The first study to examine the effects· of sentence-combining 
practice on reading was conducted bv Hunt and O'Donnell (1970). Hunt 
had previously suggested that this procedure could prove valuable to 
reading as well as writing. The stated purpose of this study was to 
detennine if materials created for 180 fourth graders could increase 
their normal syntactic development. Sentence-combining materials were 
devised using no grammatical terms and consisting of a dozen transforma-
tions. An additional procedure referred to as sentence "disassembly" 
was also included • 
. The early lessons also required that -the students break 
sentences back down into what might be called (somewhat 
inaccurately) the underlying deep structures. That is, 
once the students had built up a dozen sentences •.• 
they then disassembled them. (p. 8) 
It was thought that this activity would aid in reading and listening. 
The writing pre and posttests consisted of both a free writing 
and rewriting assignment devised by the researchers. The instruments 
measuring comprehension were the Nelson Reading Test and Stedman's 
Reading Structure Test. The experimental students were found to be 
significantly more adept at assigning syntactic structure, however 
results on the standardized reading test were non-significant. As a 
result of their findings~ the researchers suggested that the instructional 
methods used in this study should be made a part of the curriculum, 
since the exercises helped improve reading and writing. Without further 
research however, these suggestions were premature. 
Later investigations examined the effects of sentence-combining 
with students at other grade levels and different instru.ments were used 
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to measure comprehension. Combs (1975) developed sentence-combining 
exercises for a seventh grade experimental group and used both a 
standardized instrument and a cloze comprehension test which he devised 
to compare reading results between groups. Combs stated that: 
The treatment did not differentially affect comprehension 
scores on the Gates MacGinitie test. At-test comparison 
of the posttest group means on the comprehension test of 
the specially constructed reading measure showed that the 
experimental group scored significantly higher than the 
control group. (p. 1266-A) 
In addition Combs reaffirmed the contention of other researchers that 
"standardized reading measures may not be sensitive to specific gains 
in reading comprehension" (p. 1266-A). 
Hughes (1975) taught sentence-combining to 24 seventh graders. 
Three reading tests were administered following the treatment. A cloze 
test developed from a literature passage and a standardized test (Gates 
MacGinitie) rate and accuracy subtests were given. Analysis of the data 
revealed no significant differences between experimental and control 
groups. The third instrument administered was Goodman and Burke's 
Reading Miscue Inventory. Results from the grammatical strength section, 
an integration of corrections, grannnatical acceptability and semantic 
acceptability revealed significant differences, indicating that the 
experimental group made significantly greater use of syntactic and 
semantic cues (Hughes, 1975). Among .Hughes' conclusions from this study 
were that the cloze and standardized measures may not have been sensitive 
to gains in syntactic processing, or that the miscue inventory may not 
really measure comprehension gains. However the fact that some gain was 
noted led other researchers to further examine this phenomenon. 
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In 1973, another study was conducted by Fisher with fifth, seventh, 
and ninth grade students to determine if sentence-combining would increase 
the normal rate of growth in syntactic maturity and increase the level of 
comprehension. The experimental group received five weeks of sentence-
combining practice including 12 transformation lessons. Students were 
asked to work board examples through oral discussion and were then given 
individual problems to complete:in class. Some problems were assigned 
outside of class and discussed during the next class. Fisher intended 
to show that the students in this study coulc improve not only their 
use of syntactic structures in their writing but also their reading 
comprehension. To achieve this goal, he ·included additional instruction 
which involved a reading activity that was the reverse of sentence-
combining. He based this instruction on the fo°Ilowing assumption: 
If writers can be taught to combine several kernel sentences 
into more mature complex sentences, then readers can be 
taught to reverse the process by separating mature complex 
sentences into kernel sentences of which they are composed. 
(p. 42) 
Near the end of the treatment, students were instructed in this activity 
using cloze passages. The reasoning behind using this procedure was 
stated in the pTemise that if readers were able to separate the complex 
sentences into kernel sentences, they might be able to identify more 
than one "key word" or cue that would signal the meaning of the sentence. 
Therefore, they would most likely make the correct word choice. 
Fisher examined the comprehension ability of his students from 
Tesults on the Stanford Paragraph Meaning Tes~_. which he administered 
before a,1d after treatment, and pre-post cloze paragraphs. These 
paragraphs were constructed with average t-unit lengths common to fourth, 
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eighth, and twelfth graders as identified by Hunt's data. Results of 
this study were as follows: 
1. All experimental groups wrote more maturely as measured by 
t-unit. 
2. The course was equally helpful to all grade levels. 
3. The experimental groups read the Stanford·Pa:tagraEh Meaning 
Test and the fourth grade syntactic maturity cloze test better than the 
control groups. 
4. The experimental groups did not read the eighth and twelfth 
grade syntactic maturity cloze reading tests better then the control 
groups. 
Fisher.concluded from this study that the sentence-combining course 
taught in the present form "would not enable students to read better" 
(p. 85). 
Phelps (1978) integrated two techniques, sentence-combining and 
reading instruction with eighth grade students to determine if both 
reading and wTiting could be improved. Pre and posttest writing samples 
, were compared using t-unit analysis. and a pre-posttest standard cloze 
passage was administered to assess gains in reading. No significant 
differences were noted between treatment groups on any of the variableso 
A study of sentence-combining by Straw (1978) reported significant 
differences favoring the experimental group in writing and on one 
measure of reading comprehension. For five weeks approximately 40 
students received instruction in sentence-combining while a similar 
group received instruction in written composition from a published text. 
Topies presented to the control group included prefixes, suffixes, 
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punctuation, and verb forms. On four measures of writing fluency, 
results of at-unit analysis revealed that the experimental students' 
performances were significantly better than those of the control group. 
Furthermore, experimental and control groups' posttest scores on the 
standardized Nelson Reading Test and a researcher-designed cloze 
comprehension were compared. Results from the standardized instrument 
indicated no significant differences between groups. However, on the 
cloze instrument, the students who received sentence-combining instruction 
scored significantly higher than the control group. Sentence-combining 
instruction also had a significant effect over the textbook approach 
on a measure of listening comprehension. Straw defended the lack of 
significant differences on the standardized test with the claim that the 
instrument may not be as sensitive to gains as the cloze measure. Combs 
(1975) and Hughes (1975) made similar suggestions about the inadequacy 
of standardized instruments to reflect syntactic processing gains. 
Callaghan (1977), Candal (1979), Howie (1979) and Sullivan (1977) 
all conducted investigations into the effects of sentence-combining 
practice on writing and reading. Sullivan's and Callaghan's investiga-
tions were primarily concerned with short and long term effects of 
sentence-combining on the syntactic and semantic fluency of compositions 
written by high school students. In addition, they tested for possible 
significant effects on reading scores as measured by pre and posttest 
standardized reading tests. Similar results were reported by both 
Tesearchers indicating no significant gains in reading despite positive 
writing gains. 
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Both Candal and Howie investigated the effects of sentence-combining 
practice with ninth grade students. Candal constructed literature 
related sentence-combining activities for use with students over six 
weeks and compared posttest results of experimental and control groups 
on Form B of the Stanford Diagnostic Reading Test Level III and on a 
standard cloze test. No significant effects were notedo 
Howie administered pre and post experimental writing tests and 
reading tests to 91 ninth graders instructed in sentence-combining over 
15 weeks for 20 minutes a day. Lessons were taken from published 
sentence-combining texts. Compositions were assigned in two modes, 
descriptive and expository. Two compositions in each mode were assigned 
before and after treatment. A cloze instrument was constructed "on six 
passages graded five through fourteen" on the Gray Oral Reading Test 
passage~, Form A and B. Two Likert attitude scales were given to 
determine attitudes toward writing and reading. The results were as 
follows: 
1. A significant difference was found between groups in descriptive 
composition. 
2. No significant difference was found in expository composition. 
3. No significant reading differences were noted. 
4. No significant differences were noted in attitudes between the 
groups. 
Howie suggests that "the transfer of combining skills in writing to 
de-combining skills in reading should be studied further" (p. 1980-A). 
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Sentence~Reduction 
Two research studies on sentence-combining, Hunt (1970) and Fisher 
(1973), reported improvement in reading as measured by a cloze test of 
comprehension. These investigations included a reverse sentence-
combining procedure that involved separating text into grammatical 
chunks or kernel sentences. Hunt referred to this activity as sentence 
disassembly. Fisher instructed his students to analyze sentences within 
cloze passages by breaking the sentences down into kernels, though he 
gave no name to this procedureo Ney,; (1976) instructed college students 
in a similar activity which he referred to as "sentence-reduction." He 
found this method to be effective in improving the syntactic fluency of 
student compositions. Though based on similar theories, these three 
studies included different approaches to instruction. Hunt and Fisher 
devoted only part of the total instructional time to "sentence-reduction." 
Yet, it is possible that their positive results with regard to reading 
comprehension may have been a consequence of practice in sentence-
decombining. 
Sternglass (1976) projected that sentence-combining activities 
should be utilized for improvement in reading as well as writing. She 
theorized that as students became more familiar with constructions of 
more advanced sentence types than they were using, that their knowledge 
of the types would transfer to their reading. In order to facilitate 
this transfer, she suggested that sentence-combining for writing and 
sentence-decombining for reading be taught together. These inductive 
and deductive processes of sentence-combining had previously been 
suggested by Hunt. Research into the value of syntactic familiarity 
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in both reading and writing has shown it to be a necessary element 
for success in both language processes. 
Fagan (1971) found that students had more difficulty understanding 
sentences and passages containing certain deletion and embedded trans-
fonnations. He concluded from his research that if students could 
readily analyze structures and the relationships of the lexical items 
within the structures, that they would improve their understanding of 
written text. He suggested combining kernel sentences to compare with 
the author's material and breaking down complex sentences into component 
parts in an effort to increase students' facility with printed language 
structure (p. 170). 
Sternglass claimed that "sentence types students are least likely 
to produce in writing are those most likely to present difficulty in 
reading comprehension" (p. 8). She developed a case for a structured 
program of integrated sentence-combining and sentence-reduction in a 
language arts curriculum. She proposed: 
While they [teachers] are teaching students the process of 
the formation of more complex sentences [sentence-combining], 
that they take advantage of the opportunity to provide 
students with the techniques to read increasingly more complex 
sentences as well • . • the instructor can reinforce [reading 
and writing] skills for the students by letting them consciously 
work from one direction to the other: from analysis in reading 
[sentence-reduction] to production in writing [sentence-combining]. 
(p. 2, 10) 
The implications of such a program as Sternglass suggested would be the 
potential for improvement in both language skills. Students could not 
only gain the capabilities for writing in a more syntactically mature 
style, but might also be better able to decipher more complex syntactical 
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structures that often decrease reading rate, fluency, and subsequently 
comprehension. 
Straw (1978) examined the effects of sentence-combining and sentence-
reduction as two separate manipulation activities using two-experimental 
groups. Both groups were compared to a control group receiving instruction 
in written composition. Sentence reduction lessons were developed from 
the same sentences used in sentence-combining lessons. Sentences were 
introduced and students were asked to break them into separate kernel 
sentences. The initial lessons for both experimental groups were the 
same, where students were led to identify sentence parts. The writing 
instruments used were a syntactic maturity rewrite using two separate 
paragra.phs--The Chicken developed by Hunt, and Cotton developed by Fisher. 
Two instruments were administered to measure comprehension. A cloze test 
of reading comprehension consisted of three passages at three levels of 
difficulty determined by t-unit length. A word choice list was given from 
which students could choose a response. A standardized reading measure, 
the Nelson Reading Test, was administered to all groups. 
Sentence-combining had a significant effect over the textbook approach 
on a measure of listening comprehension and the cloze test of reading 
comprehension. Sentence-reduction also had a significant effect over the 
textbook approach on the cloze test. "Analysis of posttest scores on 
the standardized comprehension measure did not indicate a significant 
effect for any treatment" (Straw, 1978, p. 720-A). An attempt was made 
to control for semantic difficulties in the cloze test passages, however, 
since as Straw pointed out, vocabulary and other variables in standardized 
reading comprehension tests may prevent them from being good indices of 
students' increased syntactic processing abilities. 
Research on the Cloze Test as a Measure 
of Reading Comprehension 
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A cloze test consists of a reading passage in which words have been 
deleted. Subjects are usually instructed to write in the words that 
would best fit in the blanks. Responses are scored correct when they 
exactly match the deleted words. A maze is a cloze passage containing 
multiple choice selections for each blank. Though many kinds of cloze 
tests have been devised for a variety of purposes, the standard cloze 
has received recognition as a legitimate instrument for measuring 
comprehension. The standard cloze is constructed from a 250 word reading 
passage. The first and last sentences remain intact, while beginning 
with the second sentence, every fifth word is deleted and replaced by 
blanks of a standard length. Subjects are required to write the appro-
priate words in the blanks. The number of correct choices made determines 
the degree of comprehension. 
The cloze test was originally conceived by Taylor in 1953. This 
test requires the student.to use many of his reading skills and especially 
his syntactic knowledge to determine the passage meaning, attend to cues 
and select the most appropriate word choice. Research on the cloze 
procedure has included investigations of its use as a teaching tool, a 
determiner of readability, and a reading comprehension measure. 
The investigations of Bormuth (1962, 1965), Fletcher (1955) and 
MacGinitie (1961) have established the cloze as a valid measure of reading 
comprehension (Bormuth, 1966, p. 83). Bormuth stated that the standard 
cloze test "measures skills closely related or id en tier.al to multiple 
choice reading comprehension tests" (1969, p. 364). 
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Examinations of the effect sentence-combining might have on 
reading comprehension have analyzed results from both standardized 
reading tests and cloze tests. Results from standardized measures 
have revealed no significant differences between students receiving 
sentence-combining treatment and the control groups. However, analyses 
of results from syntactic maturity cloze tests have indicated that 
sentence-combining may have a significantly positive effect on compre-
hension. Combs, (1975), Fisher (1973), and Straw (1978) found significant 
differences between groups when measuring comprehension with a specially 
constructed cloze instrument . 
. Since research has established the cloze as a legitimate compre-
hension measure, then it might be assumed that a variable such as syntactic 
processing ability is more detectable when measured by a cloze instrument. 
Both Combs and Straw have suggested that cloze tests might be more 
sensitive to syntactic gains. 
In.the following study it was decided that a standard cloze compre-
hension passage would be constructed and scored according to Bormuth's 
suggestions to measure the reading comprehension of the subjects, since 
research studies have identified the standard cloze as a valid measure 
of comprehension. 
Summary 
The need for integrating the language arts into a total language 
curriculum has been recognized by researchers and educators for many 
years. However, except for language experience programs, the integration 
of reading and writing has not been fully achieved. Correlational 
studies have suggested relationships between these language processes 
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and psycholinguistic research has led to the development and acceptance 
of Goodman's model of the reading process. This identification of the 
three information cueing systems, the graphophonic, syntactic, and 
semantic systems, has spurred investigations into the operation of these 
systems, their interrelatedness, and contributions to the total process 
of comprehension. 
The importance of syntactic processing in the reading act is 
presently being more thoroughly examined. Theories supported by signifi-
cant research studies lend strength to the proposition that syntactic 
processing is a relevant and necessary part of comprehension. Structures 
familiar to the reader have been found easier to comprehend and under-
standing of grammatical structures in texts has been found to contribute 
to greater reading fluency and comprehension. 
Another contribution of psycholinguistic research has been the 
development and refinement of sentence-combining, 0a technique which has 
had the effect of improving student writing in numerous research studies. 
Although prior studies of other grammar instruction had offered no 
conclusive evidence that this instruction improved the maturity of 
student writing, sentence-combining utilizing the elements of transforma-
tional grammar succeeded in producing students who were able to write in 
a more mature and efficient manner. 
Sentence-combining is recognized as a significant and beneficial 
activity which along with rhetorical instruction has made a viable 
contribution to the writing curricultun. Some researchers in this area 
have suggested that this practice involving the manipulation of 
synt·actic structures might transfer to the students' abilities to process 
these same grammatical structures while reading. Their studies have 
attempted to discover what effects sentence-combining might have on 
reading. Though teachers have had students manipulate grammatical 
struct~res for many years, this method has not been identified and 
researched until recently. 
Results of these studies have not indicated conclusively whether 
transfer of sentence-combining skills to syntactic processing skills 
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can be effectively implemented. Suggestions have been made by researchers 
that perhaps the sentence-combining activities should include sentence 
de-combining activities in an effort to relate the syntactic element 
to both language processes. Most recently "sentence reduction" has been 
found to improve writing and reading in separate studies. Results from 
these studies suggest a need for further research on the effects of this 
activity. 
Since sentence-combining practice has improved student writing, and 
sentence-reduction practice has had a positive effect on both writing 
and reading, the integration of these two activities because of their 
interrelatedness could provide students with a greater understanding of 
both language processes and subsequently produce observable improvement 
in both reading and writing. The following research study has examined 
the effects of an integrated sentence-combining/sentence-reduction 
program on the writing maturity and reading comprehension of fifth grade 
students. 
Chapter III 
Design of the Study 
Purpose 
The purpose of this study was to investigate the effects of a 
structured sentence-combining/sentence-reduction program of instruction 
on the reading and writing performances of fifth grade students 
identified as average to above average in reading ability. 
Hypotheses 
Four null hypotheses were formulated to test the effectiveness of 
the sentence-combining/sentence-reduction·program. 
1. There is no significant difference between the mean post-
treatment scores of the treatment and control groups on a measure of 
words pert-unit. 
2. There is no significant difference between the mean post-
treatment scores of the treatment and control groups on a measure of 
clauses per·t-unit. 
3. There is no significant difference between the mean post-
treatment scores of the treatment and control groups on a measure of 
words per clause. The writing measure used to determine the first 
three hypotheses wast-unit analysis of student writing on a Syntactic 
Maturity Test. 
4. There is no significant difference between the mean post-
treatment raw scores of the treatment and control groups on a standard 
cloze test designed by the researcher. 
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Methodology 
Subjects 
The subjects consisted of 36 fifth-grade students from a middle 
class suburban elementary school. These students were identified as 
average t;J above average readers by their teachers and by a comprehension 
cloze test administered prior to treatment. The sentence-combining/ 
sentence-reduction treatment group, which will be referred to as the 
s-c/s-r group, consisted of 18 students--seven boys and eleven girls. 
The control group was composed of an equal number of students with 
eight boys and ten girls. 
· Students were selected for each group on the basis of cloze test 
results. Students from three fifth grade.homerooms were given a 
standard cloze comprehension test with a seventh grade readability 
according to the Fry readability formula. Their scores were ranked 
from 0-22 with one score. of 30. The student with the high score was 
eliminated from the study_because there was such a large difference 
between that score and the other scores. Students scoring below twelve 
were also eliminated since the majority of these students were classi-
fied as remedial readers. For this reason, the cut-off score was 
designated as twelve. 
It was further observed that about half the students scored between 
12 and 16. The majority of those students were identified by their 
teachers as average readers. The majority of readers scoring between 
17 and 22 were identified as being ab"'ove average in reading. Therefore, 
the students scoring between 12 and 22 were considered average to above 
average readers. 
Once this average to above average group was identified, 18 
students from this group were randomly chosen to receive s-c/s-r 
treatment. An equal number of students were randomly chosen for a 
control group. The treatment and control groups were composed of 
an equal number of students with reading abilities ranging from 
average to above average. 
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Results from a Syntactic Maturity Test (Hunt, 1977), administered 
before treatment was begun, established that these groups were not 
significantly different in their writing maturity at the start of the 
experiment. This test was also used as a posttreatment measure of 
writing maturity. 
Instruments 
The following tests were given to compare posttreatment achievement 
levels for the experimental and control groups. 
1. The Syntactic Maturity Test was given in order to rate the 
writing maturity of the subjects following treatment. The paragraph 
chosen was "The Chicken" which was developed by Hunt (1977) for use 
with elementary students and later used by Straw (1978). This paragraph, 
similar to the commonly used "Aluminum" passage developed by Hunt and 
O'Donnell (1970), consists of short, choppy kernel sentences. Students 
were instructed to rewrite the paragraph in a better way without changing 
the meaning. Treatment and control group results were then compared on 
three factors of syntactic maturity as outlined by Hunt (1965) in his 
description oft-unit analysis. 
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2. A standard cloze test was developed by this investigator for 
use as a posttreatment comparison of the reading comprehension of 
experimental and control groups. A passage of approximately 250 words 
was constructed based on a published fictional narrative, A Horse Came 
Running (1975). This selection was chosen because of its more complex 
syntactical constructions and familiar vocabulary, as well as for its 
subject matter and interest. Revisions in syntactical constructions 
were made in some cases to allow for a gradual increase in syntactic 
difficulty. Two factors determining the difficulty of the sentence 
constructions were t-unit length and clauses pert-unit. The average 
numper of words pert-unit for the entire passage was 10, although 
sentences ranged from 4 to 27 words per t~unit. Constructions included 
in the passage were: (a) adjective, adverb, participle, gerund, and 
infinitive phrases, (b) compound subjects and predicates, (c) the inverse 
transformation, (d) adjective and adverbial clauses. 
The cloze test was untimed and students were encouraged to guess if 
necessary to fill in all of the blanks. Only exact responses were 
scored correct except for some blanks where alternate choices were 
accepted. These alternate responses were determined before issuance of 
the test. Student scores were compared according to the number of 
correct responses given. 
Procedure 
As was previously mentioned, the selection procedure resulted in 
two groups of 18 fifth-grade students identified as average to above 
average readers. The treatment and control groups were determined to 
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be equal in both reading and writing ability. Results from the writ.ing 
test and cloze test revealed no significant differences between these 
groups in either skill. 
Students receiving sentence-combining/sentence-reduction treatment 
were instructed in a separate classroom during their normally scheduled 
language arts period. These instructional sessions lasted approximately 
one-half hour three times a week for six weeks approximating nine total 
hours of instruction. Testing took place before and after this instruc-
tional period. 
The large group of 18 treatment subjects was divided into groups 
of nine students which met at different times due to scheduling 
convenience. The control group remained in the regular classroom. 
Language arts tasks were required equally of both the treatment and 
control students, although the control students were given more time 
to complete the tasks and more individual attention in their reading 
while the treatment groups were absent. The treatment group continued 
to receive the same lessons as the control group. Extra time was 
allotted during the day for completing these tasks. The following 
topics were covered by their language arts class during the six weeks 
of s-c/s-r treatment. 
1. Comprehension 
2. Vocabulary 
3. Oral Reading 
4. Writing Letters 
5. Verb Patterns and Forms 
6. Prepositions and Prepositional Phrases 
7. Outlining 
8. Pronoun Forms 
9. Commas 
10. Research Skills 
11. Creative Writing--one story per week 
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Both groups received similar instruction in the above topics from 
one of two teachers. In addition the treatment group received instruc-
tion and practice in both sentence-combining/sentence-reduction. 
No sentence manipulation activities were given to either group 
during their regular language arts instruction over these weeks. 
The structured program of sentence-combining/sentence-reduction 
was developed and taught by this researcher. Lessons were modeled 
after the exercises used by Straw (1978) and Perron (1974). An attempt 
was made to choose sentences of interest to the students. Sentences 
were also taken from a social studies reference text that these fifth 
graders were using. At times, sentences were chosen to coincide with 
the topic being covered. Student-composed sentences were also used in 
some exercises. 
In the first lessons, students were introduced to sentences, 
non-sentences, and sentence parts. They were led to combine sentence 
parts as well as separate them. Succeeding lessons were divided into 
two sections. In the first section, students were asked to combine or 
transform sentences and in the second, they were asked to reverse the 
procedure. Different sentences were given in the two sections so that 
the method of attack would not be too· obvious. The following is an 
example of both kinds of exercises in the same lesson-., .. 
Part I Directions: Add the underlined words from the second (and 
third) sentences to the first sentence to make it longer. 
The bird flew out the window. 
The bird was blue 
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The window was open. 
Answer: The blue bird flew out the open window. 
Part II Directions: Separate the following sentences into two 
or more sentences including the underlined words. 
A strong wind blew the sleek sailboat through the rough water. 
Answer: A wind was strong. 
The sailboat was sleek. 
The water was rough. 
The previous exercises came from the lesson on adjective embedding. 
Altogether, there were 16 lessons covering 12 transformations. Oral 
and written exercises were alternated. Students discussed options at 
the beginning of each part of the lesson. They were then instructed to 
work the rest through quietly before discussing possible answers. No 
additional assignments were given. In an attempt to cover as many 
transformations as possible, lessons moved along quickly with little 
time for review. Most of the work was written on worksheets which were 
kept in the students' individual folders. Sample lessons are included 
in Appendix A. 
Some additional activities were included to add variety and to 
provide reinforcement. Students were given cards with sentences to 
combine or reduce. They worked in groups of two or three in competition 
with each other to complete the most cards. Scrambled sentence words 
were given to the students in plastic bags and numbered. Students chose 
a bag and attempted to piece the sentences together. Many of these 
referred to popular TV shows. Students seemed to enjoy the challenge 
of this activity. 
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Journals were constructed.for each student and periodically they 
were asked to write about something they did or observed. They often 
volunteered to share their writing which usually totalled no more than 
two or three sentences. 
Daily work was corrected in class with student discussion of 
possible answers. All students worked together on the same worksheets 
every day. Though the high average reading treatment group sometimes 
completed lessons more quickly, toward the end of the treatment, the 
average group began to have less difficulty and finished the treatment 
only one lesson behind the higher level group. 
Signals similar to those used by O'Hare (1971) were used throughout 
the sentence-combining part of the program. When combining sentences, 
students were encouraged to utilize signal words in their constructions. 
Students used their basic language knowledge and understanding of the 
sentence in deciding on.their structural organization. When they were 
given a sentence to separate into kernels,·they were instructed to cue 
into punctuation such as commas, as well as the signal words they had 
already used. In this way, they gained experience in cueing into 
phrase and clause chunks within the sentence. 
Upon completion of the six-week instructional period, students in 
both treatment and control groups were tested with a writing maturity 
test and a specially designed standard cloze test. 
Statistical Analyses 
Results from both measures were analyzed using t tests to determine 
the significance at .05 level. The posttreatment writing scores on 
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three factors of syntactic maturity were analyzed using at test for 
independent means. The scores of the standard cloze measure were 
compared using a!. st for independent means. 
Summary 
This study was conducted to assess whether or not a structured 
sentence-combining/sentence-reduction program could have a positive 
effect on the writing and reading skills of fifth grade students. 
Procedures were developed with the intent of relating the activities 
of combining sentences in writing to decombining sentences in reading. 
Sentence-reduction was included as an integral part of the program. 
These activities gave students practice in language production and 
reception while manipulating syntactical structures. It has been 
asserted by researchers that syntactic maturity in writing and reading 
is an important component for success in each area. This program of 
instruction was devised to improve the syntactic maturity of the 
treatment subjects both in writing and reading. Analysis of reading 
and writing test scores were conducted using t tests for independent 
means to determine if this was accomplished . 
• 
Chapter IV 
Analysis of the Data 
·Purpose 
The purpose of this study was to investigate the effects of a 
structured sentence-combining/sentence-reduction program on the writing 
and reading comprehension of fifth grade students. 
Findings and Interpretations 
This study was designed to test the effectiveness of teaching a 
structured sentence-combining/sentence-reduction program to fifth 
graders with average to above average reading ability. Assessment of 
student performance in these areas ivas accomplished using a syntactic 
maturity rewrite instrument and a researcher designed standard cloze 
comprehenseion test of reading comprehension. Two null hypotheses 
were formulated to test the results of instruction with this program. 
Writing--Syntactic Maturity 
The first three hypotheses were to determine whether the treatment 
group, as a result of sentence-combining/sentence--reduction instruction, 
attained significantly higher mean scores on three measures of syntactic 
writing maturity. Analyses were applied to the students' writing after 
they were given a paragraph ·rewriting task. These analyses were 
perfonned according to the guidelines established by Hunt (1965). Three 
factors of syntactic maturity were examined. The three hypotheses were 
as follows: 
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1. There is no significant difference in the posttreatment mean 
number of words pert-unit between the fifth grade treatment group 
and the fifth grade control group. 
2. There is no significant difference in the posttreatment mean 
number of words per clause between the fifth grade treatment group and 
the fifth grade control group. 
3. There is no significant difference in the posttreatment mean 
ntnnber of clauses pert-unit between the treatment group and the control 
group. 
A!_ test for independent means was used to analyze the data for 
the fifth grade treatment and control groups. Tables 1, 2, and 3 show 
the data for these groups for each of three factors of syntactic 
writing maturity. 
Group 
Treatment 
Control 
t value 
t . t (34) 
- cr1 
• 
*E_ < • OS 
Table 1 
Posttreatment Mean Raw Scores 
Words/t-cunit 
Mean Raw Score 
7.53 
5.85 
3.5* 
2.03 
Standard Deviation 
1.61 
1.28 
The difference between the mean raw scores for both groups in 
words/t'-'unit was significant at the .OS level of significance. 
Group 
Treatment 
Control 
t value 
t . t(34) 
- cr1 
Table 2 
Posttreatment Mean Raw Scores 
Clauses/t-unit 
Mean Raw Score 
1.14 
.985 
7. 04* 
2.03 
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Standard Deviation 
.085 
.070 
· The difference between the mean raw scores of both groups in 
clauses/t-unit was significant at the .OS level of significance. 
Group 
Treatment 
Control 
t value 
t "t(34) 
- cr1 
E_ > .OS 
• 
Table 3 
Posttreatment Mean Raw Scores 
Words/Clause 
Mean Raw Score 
6.67 
6.32 
.895 
2.03 
Standard Deviation 
1. 35 
.97 
The difference between the mean raw scores of the treatment and 
control groups in words/clause was not great enough for significance. 
Though no significant difference occurred between the groups in words/ 
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clause, significant differences were found in the first two factors 
of writing maturity. 
Reading Comprehension 
The final hypothesis was to determine whether the treatment group, 
as a result of sentence-combining/sentence-reduction instruction, 
attained significantly higher mean scores on a researcher designed 
standard cloze measure of reading comprehension. Student raw scores 
from this test were compared based on the following null hypothesis: 
4. There is no significant difference in the posttreatment mean 
raw scores of the fifth grade treatment group and the fifth grade 
control group on a specially designed cloze test of comprehension. 
A t test for independent means was u·sed to analyze the data for 
the fifth grade treatment and control groups. Table 4 shows the data 
for the mean raw scores of the two groups. 
Group 
Treatment 
Control 
t value 
*12_ < • 05 
Table 4 
Comprehension Cloze Raw Scores 
Mean Raw Score 
27.55 
22.39 
3.03* 
2.03 
Standard Deviation 
4,88 
5,32 
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The difference between the mean raw scores of the treatment and 
control groups was significant at the .OS level of significance. The 
second null hypothesis was rejected. Significant differences were 
found between the treatment and control groups on the cloze measure 
of comprehension. 
Summary 
In this study, four null hypotheses were formulated and tested 
at the .OS level of signifivance. Three of these hypotheses referred 
to posttreatment writing performance and the fourth hypothesis referred 
to posttreatment reading performance. Analysis of the data using!_ 
tests for independent means revealed that instruction in sentence-
combining/sentence-reduction had an observable positive effect on two 
factors of ':'lri ting maturity and reading comprehension as measured by 
a cloze test of comprehension. 
Three of the four null hypotheses were rejected. The fifth grade 
treatment group wrote significantly more words pert-unit and clauses 
pert-unit than the control group. The fifth grade treatment group 
scored significantly higher on the comprehension cloze test. No 
significant difference was noted between the posttreatment scores of 
both group on the number of words per clause. 
Results of this analysis indicate that sentence-combining/ 
sentence-reduction instructi.on did have a po_stive effect on both the 
writing and reading comprehension of.the average to above average 
fifth graders in this study. 
Chapter V 
Conclusions and Implications 
Purpose 
The primary purpose of this study was to examine the effects of 
an integrated program of sentence-combining and sentence-reduction on 
the writing and reading comprehension of fifth grade students. Experi-
mental and control group performance on a rewriting assignment was 
examined using t-unit analysis to determine gains in syntactic maturity. 
Results from a researcher designed cloze test were compared to determine 
any significant differences between the experimental and control group. 
Conclusions 
Results of this study have led to the following conclusions: 
l. Instruction and practice in a sentence-combining/sentence-
reduction program apparently encouraged fifth grade students to write 
longer t--uni ts and more clauses than their counterparts who did not 
receive such instruction. 
2. Instruction and practice in a sentence-combining/sentence-
reduction progrru~ did not seem to be effective in significantly increasing 
the number of words per clause in the writing of the treatment subjects. 
Results of studies by Hunt (1965) and O'Donnell (1967) have 
suggested that the best index of synt':.ctic maturity is t-unit length. 
In ca1culating words per clause, a larger number of clauses produces 
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a smaller ratio. When comparing two groups rather than measuring on~ 
group's gains, it would appear to be an advantage to write fewer clauses. 
It is suggested that in a study designed to compare posttreatment 
results of two different groups, this may not be a relevant index at 
the fifth grade level. 
3. Instruction and practice in a sentence-combining/sentence-
reductiori program apparently enabled fifth grade students with average 
to above average reading ability to score significantly higher on a 
cloze test of comprehension than the control students of similar ability. 
4. A program incorporating both writing and reading instruction 
resulted in improvement in both areas. 
Limitations 
There are some limitations of this study which must be considered 
when interpreting the results. In order to avoid interruption of the 
teachers-' instructional program, the researcher conducted the treatment 
and administered the posttreatment tests. As a result, the students 
were not instructed in their regular classroom environment, The treatment 
groups were composed of ten students compared to most classes of 20 to 
30 students. This allowed for individual assistance and greater partici-
pation than might occur in a larger gorup. The results of this study 
are applicable only to average and above average readers in fifth grade 
and d''o not necessarily apply to students in higher or lower grades or 
students of below average reading ability. 
Implications for Research 
The results of this research suggest that further examination of 
sentence-combining, sentence-reduction, or an integration of the two 
procedures and their effects on reading comprehension is warranted. 
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Further research might examine the sentence-combining/sentence-
reduction program as taught by the students' teachers as a part of the 
curriculum with larger groups of students. 
Examination of the integrated program could be conducted with below 
average fifth grade readers and all readers of other grade levels. 
A comparison of three treatment groups with each other and with a 
control group could be conducted. Treatment groups could consist of 
one receiving sentence-combining, another receiving sentence-reduction 
similar to Straw's (1978) study, and a third treatment group receiving 
integrated instruction. Writing and reading performances of the four 
groups could be compared to determine which treatment, if any, would 
produce greater gains. 
A need appears to exist for comparisons of the cloze test of 
comprehension and standard reading test scores, to determine whether 
cloze .tests are more sensitive to syntactic maturity gains in reading 
as suggested by Combs (1976) and others. Standardized tests could be 
analyzed to determine the emphasis placed on syntactic and semantic 
understanding. Paragraphs could also be analyzed using t-unit analysis 
• 
to determine whether increased comprehension of longer t-units and 
clauses within the t-units could positively affect standardized test 
scores. 
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Investigations into these areas may reveal more about the compre-
hension process as well as the ongoing research into the syntactic and 
semantic components of reading comprehension. More information may be 
obtained about the evaluation measures of this process. Results of 
these analyses may indicate to what degree improvement in syntactic 
reading maturity could effect standardized test scores. 
Studies of greater length involving more than one instructor may 
provide further support for the use of a structured sentence-combining/ 
sentence-reduction program. 
Implications for Classroom Practice 
A structured sentence-combining/sentence-reduction program appears 
to be an effective method for improving both writing and reading skills 
for average and above average readers at the fifth grade level. 
Sentence-combining has been verified by numerous research studies 
as an effective method for improving the maturity of student writing at 
all levels. This method is especially useful at a time when students are 
beginning to read longer and more complex sentence structures at the 
intermediate level. Since students are capable of producing most structures 
in their writing but often fail to do so, a sentence-combining program 
could encourage them to use these structures in their writing. With 
sentence-reduction exercises included, students may see how the sentence 
• 
structures they are reading could have been constructed. 
This method of teaching writing and reading could be related to any 
given content area by choosing direct sentences from these texts or 
constructing sentences from content material. 
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The most useful purpose for sentence-combining appears to be in 
rewriting compositions. In an effort to get thoughts on paper, students 
may sacrifice good sentence structures. But assigning them to rewrite 
their own sentences gives them an opportunity to use their sentence-
combining skills. 
With the inclusion of sentence-reduction in a sentence-combining 
program, students may acquire a more thorough understanding of all the 
language processes. It could be a step forward in making students total 
communicators. 
As O'Hare (1971) has cautioned, sentence-combining is a useful 
supplement to a rhetorical writing program. Its value may be increased 
with the inclusion of sentence-reduction since students may also continue 
to strengthen their reading skills. 
Summary 
It was concluded that instruction and practice in sentence-combining 
and sentence-reduction enabled fifth grade average readers to write more 
mature sentences and achieve significantly higher comprehension scores 
than control group students not exposed to the treatment program. Treat-
ment group subjects wrote a significantly greater number of words per 
t-unit and clauses pert-unit. The treatment group's mean number of 
words per clause was not significantly greatero 
• Suggestions for further research include the comparisons of the 
integrated program with those of sentence-combining or sentence-reduction 
alone. This investigation may suggest which program produces greater 
gains. 
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There appears to be a need for further investigation into tests 
of comprehension including standardized and cloze tests. PJl examination 
of the emphasis each of these tests places on syntactic and ?emantic 
knowledge may present some explanation of why cloze tests seem to 
indicate syntactic gains when standard reading tests do not. Also it 
could be detennined to what extent improvement in syntactic reading 
maturity would be revealed on a standardized testo 
Results from this study suggest that an integrated sentence-combining/ 
sentence-reduction program may be valuable in the classroom, since gains 
may be realized in both writing and reading skills. Further research 
in this area is warranted. 
" 
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Appendix A 
Sample Lessons 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
---
---
---
Appendix A 
Sample Lessons 
shoe on top 
I can't go skating 
when she comes home 
tree over see the 
plan ahead 
safe is boy there 
will stay home 
the b_oy with his hood up 
watch out 
the plan overhead 
s 
NS 
SP 
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In the following exercises, there are six sentence parts that can 
be matched up to make three complete sentences. Match up the sentence 
parts and write the complete sentences on the lines below each exercise. 
The first one has been done for you. 
1. my mother 
that snow 
has midgets and fat ladies 
does not know I did it 
2. 
3. 
a) My mother does not know I did it 
b) The circus 
c) 
flew on by Janie 
the principal 
a) 
b) 
c) 
the boys 
stomped into the puddle 
is closed on Sunday 
the helicopter 
flew over the house ran up the street to Ken's 
house 
a) 
b) 
c) 
the circus 
is two feet high 
the gas station 
the frisbie 
everything 
was easy 
Break up the three following sentences into their sentence parts. 
4. a, The parachute opened in time. 
b) John stepped out the door. 
c) The tires hit the bump in the road. 
Read the following groups of words. In front of each group place 
NS if the group of words is a complete sentence. 
SP if the group of words is a non-sentence. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
---
book to dip spring fuzzy and wool 
---
the policeman pulled me over 
---
the policeman in front of the school 
___ was watching the television again 
go ahead and ride 
---
---
the stranger became very friendly 
---
away most of the day 
---
most of the children dropped out of school early 
---
stopped at the snack shop on the way home 
-~-- for some cake you come in will 
a few small lizards are folilld in Hawaii 
---
the heart pump that beats 
try this test 
---
---
the cars sped by so fast 
___ something even more terrible happened 
what a basketball player 
---
---
George Washington, our first president 
---
many flowers seem to wilt early 
entered the art contest at school 
---
---
against a tree and turned over 
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Change the following sentences to mean the opposite by adding "not" or 
"n't" 
1. You have thrown out that junk. 
2. I did do the homework. 
3. The neighbors have seen the dog. 
4. A girl was crossing the lake in a canoe. 
5. Do set the barn on fire. 
Change the following sentences to mean the opposite by removing "not" 
or "n't" 
1. It wasn't cold outside. 
2. My cold is not worse today. 
3. I couldn't find my homework. 
4. I didn't sleep very well. 
5. My foot did not fall in the mud. 
Write a sentence with "not" or ''n 't". Then change the sentence to mean 
the opposite by removing "not" or "n' t". 
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Change each of the following sentences into a question. Be sure to 
look at the end of the sentence to find out which question marker to use. 
1. Someone was hiding in the bushes. (Who - Q) 
2. He put the paint cans somewhere. (Where - Q) 
3. They carried the piano in somehow. (How - Q) 
4. The castaways will climb to the top of the mountain somehow. (How - Q) 
5. Something made that loud.noise. (What - Q) 
6, Someone almost killed my dog. (Who - Q) 
The following are que:stions. Change each one to a statement using 
someone, somewhere, somehow, or something. 
1. Who stayed after school for basketball practice? 
2. Where did you find the bat? 
3. How will he deliver those papers? 
4. f When did the cat come into the house? 
s. What made him afraid of the dark? 
Add the underlined words from the second (or third) sentences to 
the first sentence to make it longer. 
1. Amy slowly walked her puppy home. 
The puppy was happy. 
2. Jeremy and I made a cake for Mom's birthday. 
The cake was chocolate. 
3. He and SaIIIlily ate the peach on the counter. 
The peach was sour-tasting. 
4. Gordon broke his pencil in two places. 
The pencil was his favorite. 
5. The bird.flew out the window. 
The bird was blue. 
The window was open. · 
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Separate the following sentences into two or more sentences including 
the underlined words. 
1. The shiny red_, ten-speed bicycle was for sale. 
2. A strong wind blew the sl.eek sailboat through the E_Ough water. 
On the lines at the right, tell how many things (events) happened in 
the sentences. (How many basic sentences can you find?) 
1. She was eating breakfast and began to feel sick. 
2. The teacher announced the quiz and handed out the papers. 
3. The slaves rebelled, overthrew their masters, and ran away to 
freedom. 
4. The candles lighted the table with a soft glow. 
5. Fonzie turned off his motorcycle, walked into the house, saw the 
family eating dinner, and pulled up a chair. 
6. The missionaries taught the Indians how to plow their fields and 
irrigate (water) their crops. 
7. The car skidded, turned over and landed in a ditch. 
8. The old abandoned building burned down. 
9. The.burglars carried the television out of the house, lifted into 
their van, returned to the house and carried_ out the stereo. 
10. Laverne heard the noise, raced through the door, saw the burglar, 
slipped on the throw rug, and slid down the stairs • 
• 
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Combine the following sentences. Note the signal at the end of each 
sentence. 
1. During the summer, the janitors moved the desks. 
They swept the floor. (,) 
They painted the room. (,Ai~D) 
2. Last week, a storm blew in. 
It dumped rain. (,) 
It threw down hail for hours. (,AND) 
3. When we got home, we played ball. 
We went swimning. (,) 
We finally did our homework. (,AND) 
4. The doctor checked my throat. 
He gave me a shot. (,) 
He presented the bill to my mother. (,AND) 
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Change· the following into basic sentences. Hint: Look for commas, and 
and's. 
1. The children smiled and waved at us. 
2. In the spinning room, the machine spins yarn and winds it on bobbins. 
3. The young Indian spotted the horse, turned around quickly and raced up 
the path. 
Combine the following sentences 
1. Karen drove home in the convertable. 
Ricky drove home in the convertable. (AND) 
2. The boy scouts enjoyed the picnic. 
The girl scouts enjoyed the picnic. (,) 
Their parents enjoyed the picnic. (,AND) 
3. Bats were found in the old abandoned shack in the woods. 
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Rats were found in the old abandoned shack in the woods. (,) 
Snakes were found in the old abandoned shack in the woods. ( ,AND) 
Change the following into basic sentences. 
1. Mork and Mindy found .the treasure map in the old pop can. 
2. R2D2, Chewbacca, and Hans Solo guarded the spaceship and kept watch 
for the aliens. 
Combine the following sentences. 
1. Karen said SOMETI-IING. 
She wasn't going to the game Friday. (JUST JOIN) 
2. I know SQ.\ilETHING. 
Sharks have strong jaws. (JUST JOIN) 
3. Carrie will surely tell Mark SOMETHING • 
. I like someone else better. (JUST JOIN) 
Separate the following sentences into two basic sentences. 
Hint: Use the word something. 
1. Peggy should know she will fall if she does not hold on. 
2. Tommy should admit he was wrong. 
Finish the following: 
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My best friend told me 
------------------------
My mother warned me 
---------------------
The weatherman said 
--------------------------
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Combine the following sentences using who. 
1. Many of the people dress in the style of colonial times. 
The people live and work in Williamsburg today. (W'rlO) 
2. That man*is my brother. 
That ·man is painting the house. (WI-fO) 
3. ·The man*is a thief. 
The man broke into Lavern and Shirley's apartment. (WHO) 
Combine the following sentences using which or that. 
4. The bird was a cardinal. 
The bird flew in the window. (THAT) 
5. The math home work*was too hard. 
Our teacher gave us the math homework. (THAT) 
6. The explosives*were left in the playground. 
The explosives were dangerous. (WHICH) 
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Combine these groups of sentences on a separate sheet of paper. 
1. The show was about cops. 12, The train stopped for water. 
The cops were chasing the foxy 
crooks. 
2. The crooks were smugglers. 
The smugglers stole precious 
jewels. 
3. The crooks were caught. 
The crooks had to go to jail. 
4. I went to bed. 
I was very tired. 
5. I wanted school to be over. 
Joe left the train. 
Joe went to the casino. 
The casino was for gambling, 
13. John Davidson asked for 
something. 
Would she recite that part. 
That part was from Romeo 
and Juliet. 
14. The day was here. 
It was the big gambler's 
game today. 
I would have a vacation day tomorrow .. 
6. He saw a UFO. 
The UFO came down and gave him a suit. 
The suit had instructions. 
The suit was funny. 
7. Three people live together. 
They have a landlord. 
He's the apartment manager, 
His name is Mro Farley. 
8. He could fly. 
He couldn't get killed by a bulleto 
9. He taught children in a school. 
The children were teenagers. 
He liked it. 
10. r• saw the movie. The movie was "The Gambler." 
Brady Higgs was the gambler. 
The gambler was betting a lot. 
Separate the following sentences into as many sentences as you can. 
After Joe had won all there money, he said he had to get back to the 
train, but the men started to try to kill him. 
after 
although 
as, as if 
because 
before 
even, even though 
if 
since 
so that 
that 
unless 
until 
when, whenever 
where, wherever 
which, whichever 
who, woever 
while 
I missed the final exam I forgot the time. 
------------
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----------
Cindy was eating breakfast, she began to feel sick. 
I checked my money I walked into the movie. 
------------
Mike lost his temper, he also lost his job. 
---------------
I practiced for three months, I failed my 
driving test. 
Use the words from the list above to combine the following sentences. 
1. She was late. 
We decided to leave without her. 
2. The teacher announced the test. 
The class groaned, 
3. The basketball team scored the winning points. 
The buzzer rang. 
4. Fresh tobacco had to be dried. 
It could be packed in barrels. 
5. In colonial Virginia, men*wore wigs. 
The men were members of the House of Burgesses. 
Separate the following sentences into two or more simple sentences. 
Look for words from your list. 
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1. Tim, who was Benjamin's black African slave, spoke English very well. 
2. Behind the house were cabins where the slaves lives. 
3. Since dinner was nearly ready, he did not take time to change. 
4. I saw the movie that was called "The Gambler," where Brady Higgs 
was the gambler who was betting a lot. 
5. By this time they were getting near Eeyore's Gloomy Place, which was 
where he lived, and as it was still very snowy behind Piglet's ears, 
and he was getting tired of it, they turned into a little pine wood, 
and sat down on the gate which led into it. 
6. By the time it to the edge of forest the stream had 
up, so that it almost a river and, 
---- ----
____ grown-up, 
it did not and jump and sparkle 
----
as it used to 
when it was younger, moved more slowly. For knew now 
---- ----
where it going, and it said itself, 11There is no 
We shall get there day• II But all the 
streams higher up in forest went this way that, 
quickly, eagerly, having much to find out it was 
too late, 
• but the was 
being before run to 
came so do the 
some and was hurry 
little grown along it 
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On a separate sheet, choose five of these words and make word groups, 
beginning with the word you chose. Write 5 sentences using these word 
groups. 
about before by in on through 
above behind during inside onto to 
across below except into out toward 
among beneath for of over under 
around beside from off past with 
at between 
Combine the following sentences into one sentence by omitting repeated 
words. Choose a word group that begins with one of the words from the 
above list. Begin your sentence with this group. Place any other word 
groups in the sentence where they sound right. 
Example: A fire started 
A fire started at 5 A.M. 
It started inside the garage. 
At 5 A.M., a fire started inside the garage. 
1. We played basketball. 
We did this in the church gym. 
We did this during the winter. 
We did this on many ev.enings. 
2. The car skidded. 
It did this on an oil slick. 
It did this on a sharp curve. 
It did this during the race. 
' 
3. Separate the following sentence into separate sentences like those in #1 
and #2. 
During rush hour, without slowing down, the teenage driver raced his 
car through the busy ii1tersection in the heart of town. 
., 
Combine the following sentences using an -ing word and omitting 
repeated words. 
1. The boy took the test. 
He hoped for a good grade. (ING) 
Hoping for a good grade, the boy took the test; · 
2. Debbie refused to get out of bed. 
Debbie pulled the blanket over her head. (ING) 
3. Joe burst through the line. 
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Joe forced the quarterback to eat the ball on the fourth down. (ING) 
4. The slave cried out for mercy. 
The slave threw himself at his master's feet. 
Separate the following into two sentences: 
1. Gasping for air, the boy tried to yell for help. 
2. Waking up suddenly, Gina thought she saw a burglar in her room. 
Write a sentence beginning with the following 
Running from the 
-------------------------
Combine the following sentences into one sentence by using an -ed 
word and omitting repeated words. 
1. Julie fell asleep on the rug. 
Julie was exhausted from soccer practice. (ED) 
Exhausted from soccer practice, Julie fell asleep on the rug. 
2. Luke could not defend himself. 
Luke was injured from laser fire. (ED) 
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3. The governor demanded that all gatherings of black slaves be broken up. 
The governor was worried that the slaves would escape. 
* * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * * 
Choose some action words that will go with "to" such as "to feed," "to 
skate" etc. Add some other words to make a word group sentence part and 
write them in the blanks below. 
to 
------------------
to 
to 
Combine the following sentences using a "to" word group. 
1. Something was his dream. 
He wanted to win an Olympic medal in swimming (TO WIN) 
Write a similar sentence substituting an "ing" word group. (WINNING) 
2. He tried something. 
He avoided hitting the tree. (TO ) 
Appendix B 
Posttreatment Tests 
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Appendix B 
Posttreatment Tests 
THE CHICKEN 
Directions: Read the story all the way through. You will see that it 
is not very well written. Study the story, and then write it over again 
in a better way. You will want to change many of the sentences, but 
try not to leave out any important parts of the storyo 
A man lives in a farmhouseo He was old. He lived alone. The house 
was small. The house was on a mountain. The mountain was high. The 
house was on the top. He grew vegetables. He grew grain. He ate the 
vegetables. He ate the grain. One day he was pulling weeds. He saw 
something. A chicken was eating his grain. The grain was new. He 
caught the chicken. He put her in a pan. The pan was under his window. 
He planned something. He would eat the chicken for breakfast. The next 
morning came. It was early. A sound woke the man. He looked out the 
window. He saw the chicken. He saw an egg. The chicken cackled. 
The man thought something. He would eat the egg for breakfast. He fed 
the chicken a cup of his grain. The chicken talked to him. He talked 
to the chicken. Time passed. He thought somethingo He could feed the 
chicken more. He could feed her two cups of grain. He could feed her 
in the morning. He could feed her at night. Maybe she would lay two 
eggs every 
got lazy. 
He blamed 
morning. He fed the chicken more grain. She got fat. She 
She slept all the time. She laid no eggs. The man got angry. 
the chicken. He killed her. He ate her for breakfasto He 
had no chicken. He had no eggs. He talked to no one. No one talked 
to him • 
• 
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NAME 
Directions: The following is a reading passage with every fifth word 
missing. Read the whole passage through once. Then read 
it a second time and fill in each blank with the word that 
best fits. Some words may be discovered by reading 
further in the passage. Please PRINT your answers clearly. 
Do the best you can. You have minutes. 
It was early evening. Two horses were standing their 
-----
pasture fence. The waited. The young. stood by. 
The old seemed to be looking the big white house 
----- -----
the end of the He was really looking the 
-----
-----
hi 11. The evening would be coming around hill. 
-----
Stamping his feet switching his long tail, _____ was very 
impatient to his daily game of the train the whole 
----- -----
of the pasture. The 
-----
horse was also anxious 
race the loud rumbling 
-----
Then there came a that sounded like a rushing 
----- -----
trains. But no came. Instead, over the of a 
-----
distant hill, a black, whipping, funnel- cloud tea.ring 
----- -----
giant, angry, black horse up the countryside. 
----- -----
about like 
In , the horses raced in of it. As it 
----- -------- -----
toward them, the horses only dash around madly and 
forth as they to escape. The old whinnied and tried 
to · through the fence until heavy wire threw him 
----- -----
and he fell to ground dead. The new turned 
----- ----- -----
and ran terrified, the tornado sucked the horse up 
into it. 
raced ahead of the , which was being torn 
----- -----
in s~ctions and wildly----- into the air. Suddenly _____ feet 
were not on groundo She too was the air with her 
-----
-----
pawing. Then, heJ? back to the , the tornado 
turned toward trees. 
-----
The young horse, landing on all four legs, stood dazed as the tornado 
turned over trees and finally dropped the old horse. Like the trees, the 
old horse lay upside down and horribly still. 
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In.at least two sentences, tell what you think happened next. 
